Graduate school represents a critical stage in the academic pipeline, where professional attitudes and priorities are internalized by future faculty and administrators. During graduate education, students construct the aspirations, commitments, and identities that ultimately define their careers. As such, there is growing appreciation for preparing graduate students for professional roles that advance the practice of community-engaged scholarship (Austin & Barnes, 2005; Stanton, 2012) . But what if graduate students are trained in departments that do not value or reward these activities? Will emerging scholars perpetuate traditional attitudes toward teaching, research, and service?
In this narrative, I reflect on my experience of disrupting a cycle of social reproduction in order to accommodate a community-engaged mindset. The article is autoethnographic in that I connect my personal experiences with an analysis of my academic culture (Ellis, 2004; Ellis, Adams, & Bochner, 2011) . I present this essay as a scholarly personal narrative (Nash & Bradley, 2011) ; the italicized sections represent my personal experiences and interpretations.
While pursuing their degree, graduate students navigate an evolving sense of personal and professional self-concept. Through a process of socialization, students acquire specialized knowledge and skills, while coming to recognize the cultural norms, ideologies, and world views that characterize their profession (Gardner, 2008; o'Meara, 2008) . At the same time, graduate students have entered a stage of self-authorship, where they exercise the capacity to define their own beliefs, identities, and social relations (Baxter Magolda, 2006 Disciplinary norms are the values, behaviors, and responsibilities that characterize "business-asusual" in an academic community. Academia is a diverse profession, but there is an implicit code-ofconduct that governs the epistemic culture within each field (Margolis & Romero, 1998) . This culture is often invisible to new students, concealed within the latent assumptions and biases of the discipline. As discussed by the Carnegie Initiative on the Doctorate, graduate education is largely a process of becoming acculturated to these norms (Walker, Golde, Jones, Bueschel, & Hutchings, 2008) . Jackson (1968) introduced the concept of a "hidden curriculum" to describe the cultural transmission that occurs within and beyond the classroom. The hidden curriculum is the way in which institutional systems "persist and reproduce themselves without being consciously recognized by the people involved" (Apple, 1982, p. 13) . In graduate education, disciplinary norms play a substantial role in the socialization of emerging scholars, but they "remain an embedded and largely ignored element of academic life" (Gair & Mullins, 2001 , p. 27).
As an engineering student, I inhabit a discipline where I perceive the culture to be relatively strict.
Patterns of thought and behavior are enforced via institutional structures such as apprenticeship, peer-review, the curriculum, and the collective expectations of the community. The engineering identity, with its explicit maxim to "think like an engineer," is an unequivocal way of being.
Although socialization provides a stable mechanism for stewardship and knowledge transmission, the hidden curriculum can sometimes be problematic (Egan, 1989; Nyquist et al., 2010) . For example, the apprenticeship model of doctoral training has been criticized for perpetuating institutional discrimination (Damrosch, 2006) . When experts evaluate prospective candidates, they "tend to look for someone like themselves, missing the valuable talents of people who are different" (Lawrence & Matsuda, 1997, pp. 100-101; Margolis & Romero, 2001, p. 83) . Downey and Lucena (1997) connect the negative impact of socialization to the concept of "weeding out." During interviews, "students regularly asserted that the goal of certain courses was to 'weed out' students. . . . For students who stayed, these and other courses also appeared to weed out part of themselves as persons [italics added]" (p. 126). Similarly, Weidman and colleagues (2001) reported that the principal conflict for many graduate students was the feeling that they must sacrifice their own interests and goals to fit the expectations and interests of their advisors. Students who embody nonconforming social or intellectual identities confront systematic resistance, which subverts efforts toward equity, innovation, and risk-taking.
Cech (2014) reported a "culture of disengagement" in engineering education, comprising a collection of ideologies that discourage civic awareness and activism. This culture is characterized by an exclusion of non-technical stakeholders in academic dialogue, the dismissal of public welfare concerns, and an inattention toward social justice, equity, and social responsibility (see also Cech & Sherick, 2015) . As a result of socializing to these norms, engineering students lose the ability to reflect on the broader context of their work; to define and prioritize social concerns; and to assess problems, methods, or outcomes from multiple perspectives. In essence, students learn to dissociate public impacts as tangential to their field of study (Cech) .
My In an analysis of participatory research, Nyden (2003) observed that "sometimes [academic] culture can be indifferent to community involvement; other times it is actually hostile" (pp. 577-578). For graduate students, "being in opposition does not simply mean confronting abstract ideas; frequently and most uncomfortably it means confronting one's professors" (Margolis & Romero, 2001, p. 89) . Given these circumstances, "successful" students are often those who readily assimilate to disciplinary paradigms, while students who re-define these paradigms have a more difficult experience (Gair & Mullins, 2001; Strouse, 2014) . In some cases, this environment might tacitly discourage civic engagement activities, social justice concerns, and the retention of graduate students who espouse them.
Cognitive Reflection, as a cornerstone of service-learning and with roots often attributed to the education theories of John Dewey (1910) and David Kolb (1984) , is the vital link between experience and knowledge.
In Where's the Learning in Service-Learning (Eyler & Giles, 1999) , reflective practices predicted learning outcomes associated with personal development, citizenship, problem-solving, and perspective transformation. In service-learning pedagogy, cognitive and emotional processes are inseparable dimensions of reflection (Felten, Gilchrist, & Darby, 2006) , both of which are essential for making meaning from experience.
Self (Boyer, 1990) . In short, I am a co-creator of the intellectual communities that I inhabit and an advocate for my ongoing formation as an engaged scholar.
In graduate education, students internalize the profession's concept of ethical behavior and social norms. If community dialogue is marginalized, emerging scholars will continue to define public engagement as irrelevant to the practice of their discipline. Conversely, graduate students are uniquely positioned to disrupt the cycle of assimilation and to cultivate an academic identity that accommodates public engagement. We can foster an intellectual community that "provides explicit emphasis on how to value and engage in such work" (Austin & Barnes, 2005, p. 288) .
